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Multicultural competence enables counselors to effectively serve clients from diverse 
backgrounds (Ratts & Greenleaf, 2018). It is particularly important for school counselors to be 
culturally aware because their work and interactions with students have long term effects (Priest, 
Trenerry, Truong, Karlsen, & Kelly, 2013). As racial demographics in the United States 
continues to shift toward increased racial diversity, it is particularly important for school 
counseling students to develop multicultural competence so they can be effective at meeting the 
needs of their culturally diverse student populations once entering the field (Blue, Mupinga, 
Clark, DeLuca, & Kelly, 2018). Therefore, the purpose of this study is two-fold: First, this study 
explores whether one multicultural training course has some bearing on school counseling 
students’ perceived multicultural competency. Second, this study examines the factor structure of 
the Multicultural Counseling Competence and Training Survey-Revised (MCCTS-R), which was 
normed on professional school counselors. Exploratory factor analyses reveal one dimension of 
multicultural counseling competency for school counseling students, as opposed to the three 
dimensions found on professional school counselors. Implications for school counselor training 
and research are discussed.  








Chapter 1: Introduction 
 
The history of multicultural education dates back to the 1960s and 1970s in the context of 
the civil rights movement in America (Todor, 2015). At this time, ethnic groups from a variety of 
backgrounds demanded that the books and education materials used in schools and universities 
include an acknowledgement of their cultural contributions (Todor, 2015). In the 1970s, James 
A. Banks authored a comprehensive theoretical model of multicultural education and was one of 
the first scholars to advocate for its implementation in education curriculums (Todor, 2015). In 
the 1980s, multicultural education shifted its focus from the inclusion of information about the 
cultural heritage of minorities to a new consideration for the additional social categories of 
language, gender, and social class (Todor, 2015). 
In 1991, the Association for Multicultural Counseling and Development (AMCD) 
approved a position statement explaining the importance of and rationale for a multicultural 
perspective in counseling (Sue, Arredondo, & McDavis, 1992). The Professional Standards 
Committee furthered this effort by proposing 31 multicultural counseling competencies and 
encouraging the American Association for Counseling and Development (AACD) and the 
counseling profession to incorporate these competencies into accreditation criteria (Sue, 
Arredondo, & McDavis, 1992). “The hope was to have the competencies eventually become a 
standard for curriculum reform and training of helping professionals” (Sue, 1992, p. 477).  
Despite the thorough literature and research on multicultural education, and the standards 
around multicultural competency for counselors, concisely defining multicultural competence for 
the counseling profession is a challenge because it requires multiple levels of competence and 
the term is viewed differently across different fields. Although Roysircar (2004) describes 
counselor multicultural competence as the ability to consider “relevant human diversity factors” 
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in their approach to assessment and intervention (p. 658), this ability depends on the counselor’s 
grasp of several initial concepts and skills, such as the awareness of personal racial and cultural 
identity, recognition of personal bias, and genuine appreciation and respect for the cultures of 
others (Constantine et al., 2001; Kemmerer & Arnold, 1993). Banks (2007), on the other hand, 
asserted that an equitable and quality education is provided when “teachers modify their teaching 
in ways that will facilitate the academic achievement of students from diverse racial, cultural, 
ethnic, and gender groups” (p. 84). For the purposes of this study, which focuses on school 
counselors, multicultural competency will be define as stated by the American School Counselor 
Association [ASCA] (2015): “School counselors demonstrated cultural responsiveness by 
collaborating with stakeholders to create a school and community climate that embraces cultural 
diversity and helps to promote the academic, career and social/emotional success for all 
students” (p. 24). 
Continuing to focus on the multiculturally competence of school counselors is vitally 
important as students from marginalized populations continue to receive disparate experiences 
based on their cultural characteristics (Banks, 2007; Ladson-Billings, 2004). For example, 
studies show that teachers of students from marginalized groups are more likely to be less 
qualified and may hold negative perceptions of their students’ academic abilities (Boyd, 
Lankford, & Wyckoff, 2009). Further, these students receive harsher disciplinary actions than 
their White counterparts (Bryan, Day-Vines, Griffin, & Moore-Thomas, 2012; Skiba, 2002). 
Research has shown that students’ race and gender predict disciplinary referrals, suspension, and 
expulsion rates, and African American and Latinx students are twice as likely to experience 
suspension than their White students (Gregory et al., 2011; Skiba et al., 2002; 2011). “School 
counselors are in a position to advocate for students regarding equity and access and help 
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students and their families navigate systems of oppression and injustice, and act as agents of 
change within their school settings” (Parikh, Post, & Flowers, 2011, p. 59).  However, in order to 
take on this advocacy role, school counselors must first be multiculturally competent. 
The Role of School Counselors in Multicultural Competency 
 The United States has become a multiracial, multicultural, and multilingual society (Blue, 
Mupinga, Clark, DeLuca, & Kelly, 2018; Sue, 1992). According to the U.S. Department of 
Health and Human Services Office of Adolescent Health, in 2014, 54 percent of U.S. adolescents 
were White, 22.8% were Hispanic, 14% were Black, 4.7% were Asian, 3.4% were Multiracial, 
0.9% were American Indian Alaska Native, and 0.2% were Hawaiian or Other Pacific Islander. 
However, by 2050, White adolescents are expected to only comprise 40 percent of all U.S. 
adolescents, while the breakdown of other ethnicities is projected to be 31.2% Hispanic, 13.1% 
Black, and 7.4% Asian, 7% Multiracial, 0.7% American Indian Alaska Native, and 0.2% 
Hawaiian or Other Pacific Islander (U.S. Department of Health and Human Services Office of 
Adolescent Health, 2019). It must be considered a priority for school counseling professionals to 
be trained to effectively work with students from diverse backgrounds (Holcomb-McCoy 2004; 
2005; Martinez, Dye, & Gonzalez, 2017).  
 All social categories have important implications for the identity and lived experiences of 
individuals. School counselors must be aware of the implications, so that their counseling 
approach effectively addresses the unique needs of each individual student. For example, ethnic 
minorities do not participate in counseling services at the same rate as their White counterparts in 
part because their help-seeking behaviors do not always resemble that of the dominant culture 
(Holcomb-McCoy, 2004; Tseng & McDermott, 1981). Nevertheless, a large number of minority 
students receive mental health services from school counselors (Holcomb-McCoy, 2004) and in 
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order for school counselors to effectively assist their students, they need the awareness and 
knowledge of perspectives, experiences, and norms outside of the dominant culture.   
In a review of literature on multiculturalism, a consensus emerged among researchers 
indicating that clients preferred counselors who communicated and demonstrated knowledge of 
the clients’ cultural perspectives (Cabral & Smith, 2011; Kim & Kang, 2018; Sue, Yau & Mao, 
1995), confirming a need to demonstrate empathy in a culturally sensitive and meaningful way 
(Ibrahim, 1991).  However, research has shown that counselors often form impressions of their 
clients based on their internal biases and preconceived notions, regardless of what information 
emerges about the clients (Boysen, 2009; Butcher & Scofield, 1984; Fisher, Matthews, 
Robsinson-Kurpius, & Burke, 2001; Spengler, Strohmer & Shivy, 1995). All people are biased in 
some way and these biases affect how counselors conceptualize clients’ problems. These first 
impressions cloud a counselor’s ability to effectively conceptualize cases and often lead to 
counseling incompetence. For counselors, it is a necessity that these stereotypical beliefs not be 
used as the primary source of information about culturally diverse clients (Fisher et al., 2001).  
A lack of multicultural competence poses a threat to school counselors’ abilities to 
effectively meet the needs of students from diverse backgrounds. An individual’s culture, race, 
socioeconomic status, and ethnic background do not exist in a vacuum. Rather, they actively 
inform and influence an individual's identity and social position. Personal identity is generally 
based on personal characteristics that make an individual distinct from others and without this 
distinctiveness, it is almost impossible to form a personal identity (Doeselaar, 2019). “Because of 
this necessity for self-definition, general distinctiveness can be regarded as a human need” 
(Doeselaar, 2019, p. 154). Failing to address multicultural issues in counseling and attempting to 
treat all students the same can compromise students’ healthy personal identity construction, and 
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continue to uphold the systemic inequities that exists in school which continues to oppress 
children from marginalized populations.  
Indeed, having multicultural competence is particularly critical in the face of today’s 
political climate which threatens the potential and wellbeing of marginalized students in school 
settings (Ratts & Greenleaf, 2018). The prevalence of divisive rhetoric has sparked racial 
tensions in many of America’s schools, and this tension requires school counselors “to be more 
proactive multicultural and social justice leaders” (Freedom du Lac, 2016; Holcomb-McCoy, 
2007; Ratts & Greenleaf, 2018, p. 1). Students from marginalized populations cannot be 
expected to reach their full potential if they do not feel safe and do not receive the necessary 
support and resources (Kozol, 2005).  
School counselors must take a leadership role in addressing multicultural competency. 
Ratts and Greenleaf (2018) point out that the expectation for school counselors to be leaders is 
not a new concept. According to the ASCA School Counselor Professional Standards and 
Competencies, the emphasized themes include leadership, advocacy, diversity, collaboration, and 
systemic change (ASCA, 2019). This national model calls on school counselors to serve as 
knowledgeable leaders and advocates within their school to effectively support each students’ 
holistic development (ASCA, 2019). Similarly, in its definition of school counseling, Education 
Trust (2009) also considers school counselors to be leaders and advocates who support the 
pursuits of students (Ratts & Greenleaf, 2018). 
School counselors cannot respond to the call for their leadership without developing 
multicultural competence (Williams & Greenleaf, 2012). New expectations have been developed 
through The Multicultural and Social Justice Counseling Competencies (MSJCC; Ratts, Singh, 
Nassar-McMillan, Butler, & McCullough, 2016). “The expectations are that school counselors 
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will be adept at addressing issues of power, privilege, and oppression impacting students; they 
will be competent in attending to intersectionalities as school leaders; and they will be able to 
formulate leadership strategies that are contextual in nature” (Ratts & Greenleaf, 2018, p. 2). 
These new expectations require a multicultural and social justice framework for school 
leadership (Ratts & Greenleaf, 2018). 
Multicultural competence is not only necessary for informing counseling approaches, but 
is also critical to counselors’ ability to address personal bias. For example, Amatea and West-
Olatunji (2007) found that school counselors possessed bias against low-income students. This 
bias involves a deficit view of students which causes school counselors to have low expectations 
of the student’s potential and future prospects (Amatea & West-Olatunji, 2007). In turn, these 
low expectations lead to reduced efforts and fewer interactions with these students 
(Harackiewicz et al., 2016). Similar findings from Auwarter and Aruguete (2008) indicate that 
the work of counselors is influenced by their negative assumptions about students from 
disadvantaged backgrounds (Pietrantoni & Glance, 2019; Toporek & Pope-Davis, 2004). In 
counseling practice, this means that counselors may not advocate for, reach out to, or form strong 
relationships with these students, which can be detrimental to their academic, social, and/or 
emotional success in schools. 
It must be noted that social class is also an important factor in student identity and 
achievement. The Children's Defense Fund (2017) reported that in 2016, one in five (20%) 
children in the United States lived below the poverty level, and more than 40% of these children 
experience extreme poverty. The change in economic demographics for school children requires 
that school counselors possess sufficient knowledge and awareness of the challenges experienced 
by many children from lower socioeconomic statuses (SES). “In addition, it is imperative that 
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school counselors have the attitude, beliefs, knowledge, and skills to take necessary action and 
intervene effectively” (Petrantoni & Glance 2019, p. 3; Ratts, Singh, Nassar‐McMillan, Butler, & 
McCullough, 2015, 2016).  
Lack of Supervision and Multicultural Training for School Counselors 
Although school counselors go through rigorous preparation programs, once in the field, 
they are rarely monitored for counselor efficacy (Crutchfield & Borders, 1997).  Professional 
school counselors are the largest group to practice without supervision; thus, they rely on their 
own perceptions and skills to develop and implement programs that directly affect a diverse 
student body (Bradley & Ladany, 2001; Page, Pietrzak & Sutton, Jr., 2001).  Counselors may not 
be cognizant of diverse values and norms, which may cause counseling decisions based on 
stereotypes. Parker, Valley and Geary (1986) note that school counselors may more easily 
impose their own personal values and norms onto the client and judge the client through personal 
unadulterated biases. However, the relationship between perceived multicultural competence and 
working within a multicultural population has yet to be discovered. Research shows that there is 
a need to discuss the extent to which professional school counselors are able to work effectively 
within a multicultural population as well as a need to ascertain the status of their multicultural 
competence (Constantine, 2002).   
However, the training requirement of school counselors may be a barrier in their gaining 
multicultural competence. School counseling students are only required to take one course on 
multicultural competence and diversity (ASCA, 2019). Most counseling programs are accredited 
by the Council for Accreditation of Counseling and Related Educational Programs (CACREP), 
established in 1981 as a result of the collaborative efforts of the Association for Counselor 
Education and Supervision (ACES) and the American Personnel and Guidance Association 
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(APGA) (CACREP, 2019), and school counselor students are still not required to have more than 
one course focused on cultural diversity. The vision of CACREP involves using their leadership 
to promote excellence in professional preparation through the accreditation of counseling and 
related educational programs (CACREP, 2019). This one course requirement does not align with 
CACREP’s commitment to ensuring that standards and procedures reflect the needs of a 
dynamic, diverse, and complex society, especially as a one semester course must include content 
related to all forms of cultural identities (CACREP, 2019). It is virtually impossible to teach this 
amount of content in such a short amount of time.  
Although school counselors are only required to have one multicultural course in their 
training program, ASCA expects them to address diversity issues in their role as school 
counselors. For example, ASCA’s Position Statement (2018) on equity states, “School 
counselors recognize and distinguish individual and group differences and strive to equally value 
all students and groups. School counselors are advocates for the equitable treatment of all 
students in school and in the community” (p. 28).  Clearly, ASCA recognizes the importance of 
school counselors having multicultural competence in order to effectively do their jobs, but two 
issues remain unclear – 1) is the current training requirement effective in increasing multicultural 
competency, and 2) how does one assess multicultural competency? 
Assessing Multicultural Competency 
 The development and use of measurement tools has provided a practical way for 
counselor educators, researchers, and practitioners to produce and analyze empirical data on 
individual levels of multicultural competence (Cartwright, Daniels, & Zhang, 2008). Several 
different tools have been used to assess multicultural competence (Hladik, 2016). However, not 
all of the tools focus on the same factors because multicultural competence is comprised of many 
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different components (Hladik, 2016). Although measurement tools may not include identical 
factors, the majority of them are self-reported scales divided based on their selected factors 
(Hladik, 2016). Furthermore, the competencies are largely based on three broad cultural 
domains: (a) beliefs/attitudes, (b) knowledge, and (c) skills (Gamst, Linag, & Der-Karabetian, 
2011). 
Hladik (2016) used the measurement tool Multicultural Competence Scale in Helping-
Profession Students (MCSHPS) to assess the level of multicultural competence in students of 
helping professions at Czech universities. The MCSHPS focuses on the factors of multicultural 
knowledge, understanding of terms, multicultural activity, multicultural awareness, and 
multicultural communication skills (Hladik, 2016). The MCSHPS consists of 20 self-assessment 
Likert-type scale with a response of 1 indicating “absolutely disagree” and 5 indicating 
“absolutely agree” (Hladik, 2016, p. 44). An example of a statement on the assessment is “I can 
communicate adequately with members of minorities” (Hladik, 2016, p. 44). Based on a 
student’s response, this statement is meant to demonstrate the communication skills component 
of multicultural competence. The MCSHPS is considered to be effective because it highlights the 
key components of multicultural competence and was designed based on other popular 
instruments, including The Multicultural Awareness, Knowledge, and Skills Survey (MAKSS) 
(Hladik, 2016).  The MAKSS (D’Andrea, Daniel & Heck, 1991) is a 60-item survey that consists 
of a demographic section and a section designed to assess individuals’ self-reported competence 
in multicultural awareness, knowledge and skills.  Higher scores are signs of high degrees of 
multicultural awareness, knowledge and skills (Steward, Boatwright, Sauer, Baden, & Jackson, 
1995).  The reliability coefficients, Cronbach’s alpha, for the MAKSS, is .75 for the awareness 
subscale, .90 for the knowledge subscale and .96 for the skills subscale (Steward et al., 1995).   
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Although studies on the multicultural counseling competency of school counselors exist, 
there are few that are normed on the work of school counselors, who have job roles and duties 
that are vastly different than counselors working in other areas such as community mental health 
clinics or on college campuses. As Holcomb-McCoy (2005) believed that self-reported 
measurements are an important first step to an overall understanding of the “actual” multicultural 
competence of school counselors, she revised the Multicultural Counseling Competence and 
Training Survey (MCCTS) to specifically assess school counselors’ self-reported multicultural 
competencies and training. The revised MCCTS-R uses the language of school counselors, and a 
pilot study of 215 professional school counselors indicated that multicultural knowledge, 
multicultural terminology, multicultural awareness and multicultural skills are the components of 
multicultural counseling competence for school counselors. Cronbach’s alphas scores for the 
components are .95 for knowledge, .83 for awareness, .97 for terminology, and .74 for skills 
(Holcomb-McCoy & Day-Vines, 2004). However, a factor analysis conducted on the items 
indicated that the MCCTS-R measures only three domains of school counselors’ perceived 
multicultural counseling competence (Multicultural Awareness, Multicultural Terminology, and 
Multicultural Knowledge). Multicultural Terminology relates to the competence in defining and 
understanding concepts of race and culture; multicultural knowledge is characterized by an 
awareness and knowledge of different cultural groups; and multicultural awareness focuses on 
the counselor’s cultural and self-awareness in acquiring multicultural competence (Holcomb-






Purpose of Study  
This study focuses on assessing the multicultural competency of school counseling 
students enrolled in a multicultural counseling course. Given the challenges of the contemporary 
school setting, the diversity of the student population, and the absence of clinical supervision, 
further exploration is needed on pre-service counselors’ ability to be multiculturally competent. 
Therefore, the purpose of this study is two-fold: 1) to use self-report data of school counseling 
students to draw conclusions regarding whether one multicultural course is sufficient for the 
students’ perceived development of multicultural competence; and 2)  to ascertain if the factors 
of the MCCTS-R, normed on professional school counselors, remains true for school counseling 
students. The research questions guiding this study are: 
1) What impact does one multicultural training course have on school counseling students’ 
overall multicultural competency? 
2) What impact does one multicultural training course have on school counseling students’ 
overall multicultural competency based on students’ race and gender? 
3) Does the factor structure for the Multicultural Counseling Competence and Training 
Survey-Revised (MCCTS-R) align the same for school counseling students as it did for 
professional school counselors? 
Professional Significance of the Study  
 The professional significance of the study involves the training and education of the next 
generation of school counselors who will be faced with challenges related to the diversification 
of students. The advantages and benefits of a multicultural approach are numerous (Todor, 
2015). Knowledge of multicultural education and competencies has the power to protect 
minority cultures; promote critical thinking with exposure to different opinions, beliefs, values, 
and perspectives; encourage positive social values like mutual respect, tolerance, and open-
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mindedness; advance social justice and equity; promote equity of educational opportunities; 
enhance the self-esteem and self-regard of minority students; improve learning relevance and 
impact; and enhance students’ future success and ability to work well in diverse environments 
(Todor, 2015). Furthermore, this study furthers the research of one of the few assessments of 
multicultural competency normed on school counselors. Findings may be beneficial for those 
who are trying to move the field forward developing more effective methods of training and 
assessing school counseling students in their multicultural competency.  
Methodology 
 Survey data from 150 school counseling students who participated in a multicultural 
counseling and training course will be analyzed. Students were administered the Multicultural 
Counseling Competence and Training Survey-Revised (MCCTS-R; Holcomb-McCoy & Myers, 
1999) before the course began, and then administered again after the completion of the course. 
The researcher who administered the survey were interested in learning more about the school 
counselors’ perceptions of their personal level of multicultural counseling competence, as well as 
the effectiveness of the required multicultural counseling course in increasing multicultural 
competencies.  
Summary 
 Multicultural competence challenges personal biases and enables counselors to provide 
effective counseling services to meet the needs of all students.  Further, multicultural 
competence creates the ability to see the world through another’s eyes and apply appropriate 
techniques and interventions to work within the framework of another (Spengler, Strohmer & 
Shivy, 1995).This chapter discussed the need for multicultural counseling competency of school 
counselors as well as the need for assessing the multicultural competency of school counseling 
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students. Literature was explored regarding multicultural issues as it relates to meeting the needs 
of culturally diverse students in K-12 schools. The study conducted begins to fill the void in 
assessing multicultural competency by adding to the body of knowledge relating to assessing 
multicultural counseling competencies of school counseling students.  Chapter two includes both 
theoretical and empirical literature on multicultural competence and the work of school 
counselors. Chapter three includes the methodology, followed by a reporting of the results in 
chapter four and a discussion of the implications for school counselor training and research in 





Chapter 2: Literature Review 
 This chapter details relevant research that help to contextualize the study. In this chapter, 
literature and research on multicultural competence is shared, along with literature regarding 
multicultural competence assessments. The importance and impact of multicultural competence 
for the school counseling profession is also highlighted. The chapter concludes with a summary 
of the most important implications from the literature discussed. 
Models of Counseling  
Historically, research on minority populations has relied on three models (Sue, 
Arredondo, & McDavis, 1992). The first model is the inferiority or pathological model (Sue, 
Arredondo, & McDavis, 1992). This model considers minorities as less advanced than their 
White counterparts and naturally pathological (Sue, Arredondo, & McDavis, 1992). The second 
model is the genetically deficient model, which supports the sentiment of the first model and 
asserts that the inferiority of minorities stems from genetic differences (Sue, Arredondo, & 
McDavis, 1992). The third model is the culturally deprived (deficient) model and it considers the 
culture of minorities as the reason for their inferiority (Sue, Arredondo, & McDavis, 1992).  
Due to the negative discourse around minority populations, newer models on diverse 
populations have been developed. The most recent model of counseling has been referred to with 
several different names, including the “culturally different model” (Katz, 1985; Sue, 1981) and 
“multicultural model” (Johnson, 1990). This model opposes the beliefs of the earlier models by 
asserting that cultural differences are not markers of deviance or inferiority (Sue et al., 1992). 
Furthermore, this model considers multiculturalism as desirable and emphasizes the importance 




Sue’s (1990, 2008) model of multicultural counseling competencies (MCC) provided a 
theoretical framework that has informed multicultural training in counseling and other related 
educational fields (Arredondo, Toporek, Brown, Jones, Locke, Sanchez, & Stadler, 1996; Chao, 
2012; Sue, Arredondo, & McDavis, 1992; Sue & Sue, 1990, 2008). According to this model, 
there are three components of multicultural competence: (a) attitudes and beliefs, (b) knowledge, 
and (c) skills (Chao, 2012). The component of attitudes and beliefs emphasizes the importance of 
self-awareness regarding one’s biases and assumptions (Chao, 2012). The knowledge component 
focuses on an individual’s understanding of diverse worldviews and experiences (Chao, 2012). 
The skills component involves the ability to effectively apply the knowledge and awareness to 
the development of intervention techniques (Chao, 2012).   
 These components of multicultural competence enable counselors to integrate relevant 
cultural factors into their theoretical and technical approach to assessment and intervention, and 
these cultural factors are critical to the process and outcome therapy (Roysircar, 2004). The first 
component of awareness is a precursor for effective counseling (Roysircar, 2004). When 
therapists are self-aware, they “can identify the specific cultural group(s) from which [they] 
derive fundamental cultural heritage and the significant beliefs and attitudes held by those 
cultures that are assimilated into [their] own attitudes and beliefs” (Arredondo et al., 1996, p. 
51). This awareness then leads to a desire to know more and ultimately apply the knowledge that 
is acquired to choose effective and culturally relevant interventions (Roysircar, 2004).  
Demographic Implications of Multicultural Competency 
 Several trends related to the demographics of students and counselors in the United States 
support the argument for increased multicultural competence training for school counselors and 
other school personnel. By 2050, White students are projected to be the minority in all public 
16 
 
schools (U.S. Department of Health and Human Services Office of Adolescent Health, 2019). As 
of 2017, 70.6% of school counselors are White (Census Bureau ACS PUMS 1-Year Estimate). 
With the increasing diversity within America’s schools and lack of diversity in the counseling 
profession, it is critical that school counselors receive the training required to effectively provide 
multiculturally competent counseling (Dodson, 2013).  
Ethical Argument for Multicultural Competence  
 The need for multiculturalism in the counseling profession is “urgent and necessary for 
ethical practice” (Sue et al., p. 4). The development of multicultural competence requires 
counselor trainees to (a) acquire knowledge about the diversity of cultural backgrounds that they 
will encounter, (b) reflect on their personal biases and worldviews, and (c) effectively apply the 
knowledge and awareness to their intervention methods (Barden & Greene, 2015). “The 
American Counseling Association (ACA, 2005) and ASCA (2010) mandate counselors to be 
ethically responsible in addressing the diverse cultural needs of all students, families, teachers, 
and administrators.” (Dodson, 2013, p. 18). Without the awareness that multicultural competence 
enables, counselors who work with students from a different cultural background may 
unknowingly engage in cultural oppression through unethical or harmful practices (Sue et al., 
1992).  
It is important that counseling professionals acknowledge that race, culture, and ethnicity 
are functions of all individuals (Sue & Sue, 1990). For both the counselor and the client, 
worldviews are influenced by the experiences of racism and oppression from the past and from 
the current society, and counseling cannot occur in isolation from larger societal events and 
pressures (Sue, Arredondo, & McDavis, 1992). Counselors cannot effectively serve their clients 
if they are unable to understand the implications of cultural context, and this lack of 
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understanding is potentially harmful (Sue et al., 1992). For example, not addressing cultural 
identities creates negative impacts on student outcomes and overall health (Priest, Trenerry, 
Truong, Karlsen, & Kelly, 2013).  
Indeed, in their review of studies that analyze the effects of racial discrimination on 
student outcomes and health, findings show that poor health, wellbeing, and development have 
all been linked to childhood exposure to either direct or indirect racial discrimination (Priest et 
al., 2013). “Experiences of racial discrimination have been negatively associated with outcomes 
as diverse as birth weights and gestation (Collins, David, Handler, Wall, & Andes, 2004), socio-
emotional wellbeing (Coker et al., 2009; Kelly, Becares, & Nazroo, 2012), childhood illnesses 
(Priest et al., 2010), cognitive development (Kelly et al., 2012) and indicators of metabolic 
disease (Chambers et al., 2004)” (Priest, et al., 2013, p. 116). It is important to note that these 
effects can occur in instances of indirect exposure to explicit or implicit racial discrimination 
(Priest, et al., 2013). Even when unintentional, counselors who are unaware of different racial 
and cultural identities may contribute to these negative health outcomes and their long term 
consequences.    
Because counselors can be unaware of the impact of their counseling approach on 
different racial and cultural identities, it is important to have a multicultural counseling 
competence tool to aid in bringing awareness to what one may not know, and addressing the self-
efficacy of counselors in gaining multicultural competence and practicing in multiculturally 
competent ways. Counselor self-efficacy (CSE) refers to the personal beliefs and judgements of 
counselors regarding their abilities to successfully perform certain behaviors (Bandura, 1999). 
CSE has been found to be directly associated with actual effective counseling practices (Barden 
& Greene, 2015).  
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Assessing Self-reported Multicultural Competence 
Although the self-report nature of competence assessments involves the influence of 
personal biases, these assessments are likely to have strong content validity (Barden & Greene, 
2015).  There are a number of self-reported multicultural counseling competence assessments 
that exist, and many of these assessments have been used in a variety of studies. For example,  
Vega, Tabbah, and Monserrate (2018) used the Scale of Ethnocultural Empathy (SEE) to assess 
students’ empathy toward members of different racial or ethnic backgrounds. Ethnocultural 
empathy is critical to multicultural competency because it mitigates against bias by promoting an 
accurate understanding of and respect for the worldviews and experiences of people from 
different backgrounds (Pashak, Conley, Whitney, Oswald, Heckroth, & Schumacher, 2018). The 
SEE scale measures four aspects of empathy: “(1) Empathic Feeling and Expression (EFE), (2) 
Empathic Perspective Taking (EP), (3) Acceptance of Cultural Differences (AC), and (4) 
Empathic Awareness (EA)” (Vega, Tabbah, & Monserrate, 2018, p. 452). The scale has a total of 
31 items which are all rated on a six-point Likert-type scale ranging from 1 to 6 based on how 
strongly the students agree or disagree that the statement describes them (Vega, Tabbah, & 
Monserrate, 2018). A rating of one indicates that the student strongly disagrees, and a rating of 
six indicates that the student strongly agrees (Vega, Tabbah, & Monserrate, 2018). An example 
of a statement that measures EA is “I am aware of institutional barriers [e.g., restricted 
opportunities for job promotion] that discriminate against racial or ethnic groups other than my 
own” (Vega, Tabbah, & Monserrate, 2018, p. 453). Higher total scores indicate higher levels of 
ethnocultural empathy (Vega, Tabbah, & Monserrate, 2018).  
Vega, Tabbah, and Monserrate (2018) used the Multigroup Ethnic Identity Measure-
Revised (MEIM-R) to measure “ethnic identity awareness” (p. 453). Ethnic identity awareness 
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involves the extent to which an individual feels that he or she belongs to and strongly identifies 
with their group identity (Vega, Tabbah, & Monserrate, 2018). The MEIM-R includes 6 items 
across the two subscales of Exploration and Commitment (Vega, Tabbah, & Monserrate, 2018). 
The items are rated on a five-point Likert-type scale with 1 indicating strongly disagree and 5 
indicating strongly agree (Vega, Tabbah, & Monserrate, 2018). Students with higher levels of 
ethnic identity awareness receive higher scores on the MEIM-R. (Vega, Tabbah, & Monserrate, 
2018). 
The Multicultural Knowledge and Awareness Scale (MCKAS) is a self-report measure 
that is the revised version of the Multicultural Counseling Awareness Scale (MCAS) (Lantz, 
2015). The MCKAS yields both a total score and two subscale scores based on Knowledge and 
Awareness (Lantz, 2015). The Knowledge subscale includes 20 items and the Awareness 
subscale includes 12 items (Lantz, 2015). The items are rated on a 7-point Likert-type scale with 
a rating of 1 indicating not true at all and a rating of 7 indicating totally true (Lantz, 2015). 
Higher scores indicate “greater self-reported multicultural competencies” (Lantz, 2015, p. 26). 
Holcomb-McCoy and Myers developed the Multicultural Counseling Competence and 
Training Survey (MCCTS) in 1999 because previous instruments did not address multicultural 
counseling in the specific context of the school setting (Holcomb-McCoy & Day-Vines, 2004). 
The MCCTS is based on the Association for Multicultural Counseling and Development’s 
(AMCD’s) Multicultural Competencies and Explanatory Statements (Holcomb-McCoy & Day-
Vines, 2004). In 2001, Holcomb-McCoy revised the MCCTS to ascertain professional school 
counselors’ perceptions of their own multicultural competence (Holcomb-McCoy & Day-Vines, 
2004). The MCCTS-R is unique because, at the time, it was the only instrument used to 
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specifically measure school counselors’ perceived multicultural competence (Holcomb-McCoy 
& Day-Vines, 2004).  
More recently, the Multicultural School Counseling Behavior Scale (MSCBS) (Greene, 
2018) was developed to measure the actual behaviors and skills of school counselors in practice, 
as the MCCTS-R does not focus on skills or behaviors. The MSCBS was developed to quantify 
the multiculturally competent behaviors of school counselors in their schools and add to the 
research on what it means to be multiculturally competent by addressing the outward 
representation of multicultural skills (Greene, 2018). The 29-item MSCBS is comprised of 29 
items and has an internal reliability with a Cronbach’s alpha of .91. Furthermore, the reliability 
of the four factors also has a high internal reliability: interventions (.854); leadership (.819); 
psychoeducation (.834), and seek input (.846) (Greene, 2018). Although this scale warrants use 
to examine the actual behaviors, it is not suitable for the scope of this study as the pre-service 
students assessed in this study were not participating in internship, and as such, were not 
engaging in activities on their own accord while at their school sites. Therefore, it would be 
difficult to ascertain if students were behaving in multiculturally competent ways or were only 
following directions of their supervisors. 
The Relationship Between Multicultural Counseling Competency and Demographic Data 
Several studies have focused on exploring the relationship between multicultural 
counseling self-efficacy and competence and demographic factors like ethnicity, gender, and 
level of education (Barden & Greene, 2015; Chao, 2012; Dodson, 2013). Chao (2012) conducted 
a study for the purpose of exploring whether the amount of multicultural training received 
moderated the associations between racial/ethnic identity and multicultural counseling 
competency (MCC), and between gender-role attitudes and MCC. There were 460 counselors 
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who participated in the study by completing the survey (Chao, 2012). All of these counselors 
were national certified counselors (NCCs) from different parts of the country, and their 
participation was voluntary (Chao, 2012). The instruments used include a demographic 
questionnaire, Balanced Inventory of Desirable Responding (BIDR), Multigroup Ethnic Identity 
Measure (MEIM), Sex-Role Egalitarianism Scale (SRES), and Multicultural Counseling 
Knowledge and Awareness Scale (MCKAS). The MCKAS measures Multicultural Awareness 
and Multicultural Knowledge as two separate subscales (Chao, 2012).  
Based on the survey results, Chao (2012) found that there was a significant association 
between racial/ethnic identity and multicultural knowledge for counselors with a high level of 
training. However, this association was not found for counselors with lower levels of training, 
nor was it found for multicultural awareness. These findings suggest that lower levels of training 
are not sufficient for enhancing counselors’ multicultural knowledge (Chao, 2012). Additionally, 
the multicultural training, even at the high level of training, was not effective for enhancing 
counselors’ multicultural awareness, possibly due to the nature of awareness (Chao, 2012). As 
opposed to knowledge, awareness involves individual self-reflection and (a personal desire to 
obtain more information) beyond what is provided by the training (Chao, 2012). “Such 
awareness may take more time to develop than it takes for knowledge to form and may need long 
and reflective training” (Chao, 2012, p. 41).  
Similarly, there was a significant association between gender-role attitudes and 
multicultural knowledge at more extensive levels of multicultural training, but this was not the 
case for multicultural awareness (Chao, 2012). Chao (2012) defined gender-role attitudes as “the 
egalitarian belief that men and women should not be restricted by traditional gender stereotypes” 
(p. 41). Chao (2012) acknowledged that the association found for multicultural knowledge may 
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be due to the natural congruency of the egalitarian belief and the core values of multicultural 
competence. The lack of impact on multicultural awareness suggests that “current multicultural 
training needs to go beyond mere knowledge implication to the development of heartfelt 
awareness of the impact of gender-role attitudes” (Chao, 2012, p. 41).  
Dodson (2013) tested the relationship between eight demographic variables and each 
school counselor’s self-reported multicultural competence. The eight demographic variables 
include race/ethnicity, gender, years of counseling experience, work setting, racial/ethnic 
composition of the school, taking a multicultural course, participating in multicultural training, 
and graduating from a CACREP-accredited program. Both a demographic survey and the 
Multicultural Counseling Knowledge and Awareness Scale (MCKAS) were administered to 
forty-one school counselors who were members of the American School Counselor Association 
(ASCA) (Dodson, 2013). Based on the data results, Dodson (2013) rejected the null hypothesis 
that race/ethnicity will not have a significant effect on self-perceived multicultural competence, 
but failed to reject the seven other null hypotheses. In summary, the demographic variable of 
race/ethnicity was the only variable with a statistically significant relationship to multicultural 
competence. “Caucasian school counselors perceived themselves to be more multiculturally 
competent than African-American school counselors” (Dodson, 2013, p. 22).  
Dodson’s (2013) findings suggest that the participants may not have had enough 
educational and experiential experiences because of the failure to find significance across the 
seven hypotheses. The findings also indicate that one course is not sufficient for learning 
multiculturalism, and the multicultural training provided is largely ineffective (Dodson, 2013). 
The statistical significance of the demographic variable of race/ethnicity indicates that race and 
ethnicity is a factor in an individual’s upbringing, experiences, and views on race and ethnicity 
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(Dodson, 2013). The major limitations of the study include a small sample size (41 participants) 
and the participation of respondents who did not answer certain questions due to a lack of 
experience with the variables (Dodson, 2013). 
Barden and Greene (2015) defined multicultural counseling competence “as a counselor’s 
knowledge of different racial and cultural groups, awareness of personal attitudes/beliefs, and 
ability to use appropriate counseling skills when working with a diverse range of cultural 
groups” as cited in (Holcomb-McCoy and Day-Vines 2004; Sue et al. 1992) (Barden & Greene, 
2015, p 43). The participants in Barden and Greene’s study involved 118 graduate counselor 
education students enrolled in a CACREP accredited program (Barden & Greene, 2015). The 
purpose of the study was to explore the relationship between self-reported multicultural 
competence and gender, ethnicity, and time in graduate school (Barden & Greene, 2015). The 
Multicultural Counseling Self-Efficacy Scale-Racial Diversity Form [MCSE-RD] and 
Multicultural Counseling Competence and Training Survey-Revised [MCCTS-R] were used to 
measure the students’ self-reported multicultural counseling self-efficacy and competence 
(Barden & Greene, 2015).  
Barden and Greene (2015) found that the “only predictor variable with a statistically 
significant beta coefficient was time in graduate school” (p. 48). These findings suggest that 
more time in graduate education increases self-perceived multicultural competence, likely due to 
the completion of more related course work and clinical experience (Barden & Greene, 2015). 
The major limitations of the study include small effect size and lack of randomization within the 





Social Class as a Component of Multicultural Counseling Competence (MCC) 
 In addition to the prevalence of race and ethnicity, social class and SES are also relevant 
for multicultural competence (Pietrantoni & Glance, 2019). SES is best described as “an 
interaction between people’s social, cultural, and economic backgrounds and status” (Rubin et 
al., 2014, p. 196). Individuals may be discriminated against based on their social class or SES 
standing (Smith, 2008; Smith, Foley, & Chaney, 2008). According to Collins and Yeskel (2005), 
the negative attitudes, beliefs, and assumptions that fuel such discrimination are ultimately forms 
of classism, which is “systematic oppression perpetuated by the power dynamics of those who 
control the social and economic resources (Collins & Yeskel, 2005; Pietrantoni & Glance, 2019, 
p. 3; Smith, 2008). Research suggests that classism is present in many schools, and is more 
prevalent than it was in past decades (Langhout, Rosselli, & Feinstein, 2007; Liu, 2011; Lott, 
2002). 
 The presence of classism poses a challenge to school counselors and their efforts to 
address students’ academic, career, and personal/social development (Harackiewicz, Canning, 
Tibbetts, Priniski, & Hyde, 2016). Common examples of classism include verbal criticism 
related to clothes or possessions, inability to access certain course materials, and lack of finances 
and resources for consistent participation in extracurricular activities (Langhout et al., 2007; Liu, 
2011). The challenge and threat of classism requires school counselors to be multiculturally 
competent and adept at addressing personal and professional biases (Pietrantoni & Glance, 
2019). Deficit view thinking is a major form of bias related to SES that often contributes to 
access, achievement, and attainment gaps (ASCA, 2012; Harackiewicz et al., 2016) or to lack of 
college and career readiness (Ibrahimovic & Potter, 2013). It is imperative that school counselors 
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are trained to be multiculturally competent enough to address the professional and personal 
biases connected to the SES of school children and their families (Pietrantoni & Glance, 2019).  
 Pietrantoni and Glance (2019) studied the self-perceived multicultural competency of 
school counselor trainees (SCTs) in relation to their social class. The 169 participants were 
master’s-level students, and out of the 83% of participants who chose to disclose their ethnicity, 
“101 (72%) identified as Caucasian/non-Hispanic White, 13 (9%) as African American/Black, 
13 (9%) as Hispanic/Latina/o, 6 (4%) as Asian American, 6 (4%) as mixed/biracial, and 1 (0.7% 
as American Indian/Native American (Pietrantoni & Glance, 2019, p. 6). The gender breakdown 
of the participants was 86% female and 14% male (Pietrantoni & Glance, 2019). The instruments 
used include the Social Class and Classism Training Questionnaire (SCCTQ), the Balanced 
Inventory of Desirable Responding (BIDR; Paulhus, 1984), and a demographic questionnaire 
(Pietrantoni & Glance, 2019).  
 Pietrantoni and Glance (2019) found that SCTs from lower social class backgrounds 
reported lower levels of multicultural competency, regardless of their racial identity. This finding 
indicates that individuals from lower social class backgrounds may be more aware of the 
importance of multicultural competence due to personal experiences of discrimination and 
inadequate resources (Pietrantoni & Glance, 2019). Due to this awareness of all that 
multicultural competence entails, they may not perceive themselves to be competent (Pietrantoni 
& Glance, 2019). Pietrantoni and Glance (2019) recommend a greater emphasis on social class 
and issues of classism within the curriculum of multicultural courses. Specifically, they suggest 





Effectiveness of Diversity Courses 
Multicultural competency is critical to the counseling profession because it ensures the 
most ethical and effective intervention methods (Barden & Greene, 2015). School counselors 
who do not possess multicultural competency not only prevent their students from reaching their 
full potential, but may detrimentally reduce their overall wellbeing and health (Priest, Trenerry, 
Truong, Karlsen, & Kelly, 2013; Sue, Arredondo, & McDavis, 1992). The instruction and 
training provided to pre-service counseling students must sufficiently address all forms of racial 
prejudice and produce positive, durable changes. The literature suggests that the effectiveness of 
one course may be limited (Chao, 2012; Hogan & Mallott, 2005).    
Diversity courses are particularly important because the majority of school counselors are 
White (70.6%) and female (73.3%) (Census Bureau ACS PUMS 1-Year Estimate). Several 
studies have been conducted to test the effectiveness of a diversity course (Case, 2007; Chang, 
2002; Hogan & Mallott, 2005). Chang (2002) examined the effects of a diversity-related course 
on students’ racial attitudes. The independent samples were drawn from the population of 
undergraduate students who attended a public university in the Northeast, and the student body 
included approximately 33 percent students of color (Chang, 2002). This study employed a 
between subjects design, and 112 participants were in the pretreatment group and 81 were in the 
treatment group (Chang, 2002). An eight-item scale adapted from the Modern Racism Scale was 
used to measure levels of prejudice toward Black people (Chang, 2002). Chang (2002) found that 
students who had just started the course were more prejudiced than those who were close to 
completion. “Thus on average, those who had nearly completed the requirement had more 
favorable views in general about Blacks” (Chang, 2002, p. 32). Chang (2002) acknowledged the 
need for further research to clarify the sustainability of the effects.  
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Case (2007) conducted a study to assess the effectiveness of a required diversity course in 
“raising awareness of White privilege and racism; increasing support for affirmative action; and 
reducing prejudice, guilt, and fear of other races” (p. 231). In total, 146 students completed 
identical surveys during the first and last weeks of the semester (Case, 2007). The students 
reflected the campus student population: “75.5% women, 24.5% men, with an average age of 
21.8 years. Approximately 5% identified themselves as Black or African American, 2% as 
Latina(o), 1.4% as Asian or Pacific Islander, 2.6% as multiracial, and 89% as White or European 
American” (Case, 2007, p. 231).  
Case (2007) found that by the end of the term, the student surveys reflected greater 
awareness of White privilege and racism and more support for affirmative action. The 131 
participants who identified as White also expressed increased fear of other races (measured by 
their reported number of cross-race friendships) and greater White guilt at the end of the 
semester (Case, 2007). These results support the inclusion of content on White privilege in an 
effort to increase awareness (Case, 2007). Nonetheless, the results also suggest that the greater 
awareness of privilege may lead to White students experiencing cognitive dissonance and 
reducing their number of cross-race friendships in response (Case, 2007). Case (2007) suggests 
that instructors encourage open dialogue and personal reflection/journaling in order to address 
the feelings of White guilt that may develop with the progression of the course.  
Hogan and Mallott (2005) conducted a study to examine the effects of a general 
education course requirement in race and gender issues on the racial prejudice of the students 
who completed the course. In total, 250 students from a university serving the metropolitan area 
of Cincinnati, Ohio participated in the study (Hogan & Mallott, 2005). The majority of the 
sample consisted of females (76%) and Caucasians (95.2%), which was representative of the 
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full-time undergraduate student population enrolled at this institution (Hogan & Mallott, 2005). 
The Modern Racism Scale was used to assess the participants’ levels of prejudice against African 
Americans with high total scores reflecting high levels of prejudice (Hogan & Mallott, 2005).  
Hogan and Mallott (2005) found that the completion of the course did reduce overall 
prejudice toward African Americans, but it did not address all facets of modern prejudice. The 
denial component of modern racism was reduced, but the resistance component remained the 
same across the pre- and post-tests (Hogan & Mallott, 2005). The course did not change the 
initial feelings of resentment over the government programs that target African Americans and 
attempt to promote their opportunities and achievements (Hogan & Mallott, 2005). Additionally, 
the benefit of the instruction diminished within a year and a half after the completion of the 
course (Hogan & Mallott, 2005).  
“The results underscore the importance of implementing teaching practices in diversity 
courses that produce durable changes in all facets of modern racial prejudice” (Hogan & Mallot, 
2005, p. 124). Hogan and Mallott (2005) suggest that instructors use content and exercises that 
address the emotional and motivational components of resentment. Other suggestions include 
increasing the personal relevance of the content and providing extensive examples to support the 
message (Hogan & Mallott, 2005). Further research is needed to identify additional teaching 
practices that may most effectively improve students’ attitudes and behavior toward African 
Americans (Hogan & Mallott, 2005).     
Advantages and Aims of Multicultural Counseling for School Counselors  
 Holcomb-McCoy (2004) provides a checklist of 51 competencies categorized into nine 
areas of competence related to working with culturally diverse students. She also emphasizes the 
importance of multicultural competence for school counselors because their position requires 
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frequent interactions with students, teachers, parents, and administrators of diverse backgrounds; 
therefore, school counselors must recognize the impact and relevance of cultural factors 
(Holcomb-McCoy, 2004). Multicultural competence not only enables effective counseling, but it 
also encourages school counselors to address the racist and discriminatory attitudes of 
colleagues, parents, students, and themselves (Holcomb-McCoy, 2004). Furthermore, 
multicultural competence allows school counselors to support their students’ healthy racial 
identity, identify appropriate assessment instruments, empower ethnic minority families through 
developing school-family-community partnerships, and affirm students’ potential and worth 
(Holcomb-McCoy, 2004).  
Summary  
In this chapter, an argument is made supporting the fact that the lack of multicultural 
counseling competencies in professional school counselors is a serious problem (D’Andrea & 
Daniels, 1995).  Both professional school counselors and school counseling students need to be 
multiculturally competent in order to do their job effectively. To not be multiculturally 
competent is a direct violation of the ACA’s and ASCA’s ethical codes. Information was also 
presented regarding the need for assessing multicultural competency as well as the limitations in 
assessment – mainly the self-report method of assessment as well as the lack of assessments 
normed on school counselors and their roles in schools; thusly, a clear need for the study has 
been made. The following chapter presents the study’s research design and methodology. The 
population is described, data gathering procedures explained, and instrumentation discussed.  





Chapter 3: Method 
 This chapter outlines the method used to determine (a) The impact of one multicultural 
training course on the perceived multicultural competency of school counseling students; (b) The 
impact of one multicultural training course on the perceived competency of school counseling 
students based on students’ race and gender; and (c) Whether the factor structure for the 
Multicultural Counseling Competence and Training Survey-Revised (MCCTS-R) aligns the 
same for school counseling students as it did for professional school counselors. Since 
multicultural competency for school counselors is important, yet understudied, the overall 
purpose is to see if the MCCTS-R is a good instrument to use with school counseling students, 
while simultaneously ascertaining if one multicultural course can impact students’ self-reported 
score on their multicultural competency. In this chapter, the history and justification for the use 
of the instrument is explained, and the research design and data analysis is described. The results 
and implications are discussed in the following chapters.  
Participants  
The total study participants yielded 150 school counseling students who were enrolled in 
a 14-month school counseling program, over the course of seven years. During the time of the 
survey administration, students were enrolled in their second semester and taking a multicultural 
counseling class. Students were asked to complete the survey on the first and last day of class. 
As the survey data was not used for research purposes, but for course evaluation purposes, 
students were asked to include their names on both the pre and post survey administration. Based 
on the results of the data, the course was revamped each year regarding course readings and 
activities, but the overall course description remained the same. Additionally, regardless of the 
required readings and activities, each year, the course included content on race, class, ethnicity, 




 The course in which students were assessed is a required course by CACREP. Students 
received this course in their 3rd semester of the school counseling program. Students are taking 
this course while they are in their first practicum experience in the public schools. On the first 
day of the class, students received the course syllabus. The course description, which has 
remained constant over the seven years is as follows: 
Using the framework of the multicultural counseling competencies, this course 
explores how cultural differences such as race, class, sexual orientation, and 
religion can impact the provision of counseling and education to culturally diverse 
children in K-12 schools and their families. Further, this course introduces 
students to the experiences of racially and culturally diverse groups in the United 
States and shows how culture can shape these experiences. Finally, students will 
also explore their own cultural experiences and how their own experiences may 
influence their counseling practices and the development of effective 
interventions. Awareness of one’s own assumptions and biases is a key 
component of multicultural counseling competencies, and thus reflection, self-
analysis, and appropriate sharing of feelings and personal experiences is 
considered integral to learning in this course. Class sessions will be discussion-
based, and students are expected to come prepared to share reactions to assigned 
readings, videos, and experiential activities. Classes may also include role plays, 
videos, didactic components, and presentations by class members and guest 
speakers. 
 
Over the course of seven years, the participants enrolled in this study include: White (n = 116); 
African/Black (n = 22); Hispanic/Latino (n = 4); Asian (n = 8). The majority of students enrolled 
were females (n = 131). 
 UNC-CH Institutional Review Board (IRB) provided approval to conduct this study, as 
the participants in this study have graduated from the counseling program and no identifying 






(Multicultural Counseling Competence and Training Scale-Revised (MCCTS-R). The 
Multicultural Competence and Training Scale-Revised (MCCTS-R) was used because it is one of 
the few instruments that directly assesses school counselor’s perceived multicultural competency 
and one that was normed on a school counselor population (Holcomb-McCoy & Day-Vines, 
2004).  The MCCTS was originally developed for professional counselors as a way to assess 
their multicultural counseling competence (Holcomb-McCoy & Myers, 1999).  The items are 
based on the Association for Multicultural Counseling and Development’s (AMCD) list of 
Multicultural Counseling Competencies (Holcomb-McCoy & Myers, 1999).  Holcomb-McCoy 
& Myers (1999) implemented a principal components analysis which yielded the following five 
components: (a) Multicultural Knowledge, (b) Multicultural Awareness, (c) Definition of Terms, 
(d) Knowledge of Racial Identity Development Theories, and (e) Multicultural Skills. In 2001, 
Holcomb-McCoy revised the MCCTS to reflect the language of school counselors.  
Three counselors with varying years of experience provided feedback on the content and 
format of the MCCTS-R.  Two hundred and fifteen professional school counselors completed the 
MCCTS-R.  A principal component analysis was run which yielded the following multicultural 
competencies: Multicultural Knowledge, Multicultural Terminology, Multicultural Awareness 
and Multicultural Skills.  Cronbach alphas for the component scores were .95 for Multicultural 
Knowledge, .83 for Multicultural Awareness, .97 for Multicultural Terminology and .74 for 
Multicultural Skills (Holcomb-McCoy & Day-Vines, 2004).  The MCCTS-R consists of 32 
behaviorally based items that are rated on a 4-point Likert scale from 1 (not competent) to 4 
(extremely competent).  Based on the factor analysis conducted on the original sample using the 
MCCTS-R, results showed that there are three factors of school counselors’ perceived 
33 
 
multicultural competencies:  Multicultural Terminology, Awareness, and Knowledge (Holcomb-
McCoy & Day-Vines, 2004).   
Research Design and Data Analysis  
 Using the Statistical Package for Social Science (SPSS) 26.0, descriptive analyses were 
run to determine means and standard deviations.  To answer research questions 1 and 2, a paired-
samples t-test and a two-way between groups ANOVA were run. These methods are appropriate 
for comparing groups. To answer research question 3, an exploratory factor analysis was used to 
examine the structure of the 32-item MCCTS-R to determine what dimensions underlay the 
items measuring school counselor multicultural competency. Exploratory factor analysis 
involves multiple steps including extracting factors and making decisions about the number of 
factors to retain and rotate to reach an interpretable solution (Floyd & Widaman, 1995). 
 Research Question 1. What impact does one multicultural training course have on 
school counseling students’ perceived multicultural competency? Exploratory techniques were 
used to check data for normal distribution, homogeneity of variance, outliers, and other unusual 
occurrences in the data. To answer RQ1, a paired-samples t-test was used to examine the 
statistical significance of mean differences from the overall score on the pre-test administration 
of the MCCTS-R and the overall score on the post-test administration of the MCCTS-R. The null 
hypothesis for a paired-samples t-test is that a significant difference does not exist, and the 
alternative hypothesis is that at least one significant difference exists among the groups 
(Statistics Solutions, 2013). The null hypothesis is rejected if the probability value (p-value) 
associated with the F-ratio is smaller than 0.05 (Statistics Solutions, 2013). When the null 
hypothesis is rejected, it is concluded that the means are not equal (Statistics Solutions, 2013). A 
difference in the means of the overall score on the pre-test administration of the MCCTS-R and 
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the overall score on the post-test administration of the MCCTS-R would indicate a change in the 
participants’ reported multicultural competence.  
 Research Question 2. What impact does one multicultural training course have on 
school counseling students’ perceived multicultural competency based on students’ race and 
gender?  A two-way ANOVA, appropriate for use when there are two independent variables, and 
between-groups, was used to compare and specify the difference between the pre and posttest 
among the different gender and racial groups. An advantage of using a two-way design is that 
main effects and interaction effects can be tested (Tabachnick & Fidell, 2007). A Tukey 
procedure was used to control against Type I error.     
Research Question 3. Does the factor structure for the Multicultural Counseling 
Competence and Training Survey-Revised (MCCTS-R) align the same for school counseling 
students as it did for professional school counselors?  Exploratory factor analysis was conducted 
in two stages: factor extraction and factor rotation.  The items were subjected to a principal 
components analysis (PCA) and the retained components were rotated with an oblique rotation to 
arrive at the most interpretable solution (Costello & Osborne, 2005). An oblique rotation (i.e, 
promax) was used based on the assumption that the multicultural competency dimensions would 
be correlated (Tabachnick & Fidell, 2001). To determine whether the items were suitable for 
analysis, the Kaiser-Meyer-Olkin (KMO) measure of sampling adequacy and the Bartlett’s test 
of sphericity was used.  Eigenvalues and a scree plot based on principal components solution 
were obtained. Principal components analysis (PCA) was used because the goal was to identify 
the principal components that explain most of the total variance (Bryant & Yarnold, 1995). This 
transformation leaves only the most important components of data with the highest variance 
(Jaadi, 2019). The first principal component accounts for the most amount of variability in the 
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data. This means that the first principle component also has the most amount of information 
(Jaadi, 2019). Ordering the eigenvectors, highest to lowest, will result in the identification of the 
principal components in order of significance (Jaadi, 2019).  
Summary 
Chapter one introduced the topic to be explored in this proposed study.  Chapter two 
reviewed the pertinent literature establishing a need for the study.  Chapter three described the 
research design and methodology used in conducting the study. It is apparent that there is a need 
for professional school counselors to continue to receive multicultural training and a need to 
continue researching assessments that can measure multicultural competency. Results of this 
study may be used as a way to impact professional development opportunities for professional 
school counselors and as a way to inform future training of pre-service school counseling 
students.  Additionally, counselor educators may use the results as a way to inform the needed 






Chapter 4: Results  
This chapter provides the results of each research question. Analyses focus on assessing 
whether a multicultural counseling course designed for school counseling students increased or 
decreases their level of self-reported multicultural counseling competency. Furthermore, as not 
many instruments exist to assess the multicultural competency of school counseling students, the 
analyses also focus on assessing the factor structure of the Multicultural Counseling Competency 
and Training Survey-Revised (MCCTS-R), which was normed on professional school 
counselors, to see if the factor structure holds for school counseling students.   
The MCCTS-R was administered to 150 school counseling students on the first and last 
day of their multicultural counseling course, a course designed to increase the awareness, 
knowledge, and skills of school counseling students and prepare them to work with diverse 
students in K-12 schools. Of the 150 students, 131 were female; and 19 were male; 116 
identified as White; 22 identified as Black; eight identified as Asian; and four identified as 
Latino. All students took the class in the 3rd semester of the school counseling master’s program.  
In scoring the MCCTS-R, higher scores indicate a higher level of self-reported 
multicultural competency. Scores may range from 32 – 128.  The overall pretest mean was 73.88 
and the overall posttest mean was 104.85. The pretest mean for females was 73.92 and 73.58 for 
males. The posttest mean for females was 104.99 and 103.86 for males.  
To address research question, What impact does one multicultural training course have 
on school counseling students’ perceived multicultural competency?,  a paired-samples t-test was 
conducted to compare scores on the MCCTS-R prior to the class and after the class was 
complete. With an alpha level of .05 and a two-tailed test, total mean scores were significantly 
higher for the posttest (M = 104.33, SD = 14.01), t(111) = -15, p =  .000, than the pretest (M = 
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73.23, SD = 14.42), t(111) = -15, p =  .000 (two-tailed), Wilks’ Lambda = .33, F (1,111) = 
227.24 , p < .005, multivariate partial eta squared = .67. 
To address research question What impact does one multicultural training course have on 
school counseling students’ perceived multicultural competency based on students’ race and 
gender?, a two-way between-groups ANOVA was conducted to explore the impact of race and 
gender on multicultural competency, as measured by the MCCTS-R. The interaction between 
gender and race was not statistically significant, F (2, 105) = 1.55, p = .22. There was a 
statistically significant main effect for race, F = (2, 105) = 3.36, p = .02, with a large effect size 
(partial eta squared = .09). Post-hoc comparisons using the Tukey HSD test indicated that the 
mean difference in pre and post test scores for the Asian students (M = 3.8, SD = 27.54) was 
significantly lower than Black students (M = 33.67, SD = 23.80) and White students (M = 32.98, 
SD = 18.78), but not Latino students (M = 8.00, S = 50.93). There were no other significant 
differences between racial groups. The main effect for gender, F = (2, 105) = .91, p = .34, did not 
reach statistical significance. Levene’s Test of Equality has a Sig. level of .072 and has not 
violated the homogeneity of variances assumption. 
To address research question Does the factor structure for the Multicultural Counseling 
Competence and Training Survey-Revised (MCCTS-R) align the same for school students as it 
did for professional school counselors, an exploratory factor analysis was conducted to further 
investigate underlying unobservable latent variables that are reflected in the observed variables 
(Tabachnick & Fidell, 2001). Principal axis factor extraction was used and after the initial 
extraction of factors, varimax rotation, which impose the restriction that the factors cannot be 
correlated, was done. The determination of the number of factors to extract was guided by 
theory, but also informed by running the analysis extracting different numbers of factors and 
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seeing which number of factors yields the most interpretable results (Taherdoost et al., 2014). 
The scree plot graph, which represents the eigenvalue against the factor number, indicated two 
and three factor solutions (See Figure 1). The two-factor solution provided constructs that were 
less complex than those in the two or three-factor solution. For interpretation of the factors, a 
varimax orthogonal rotation was used. This rotation had sums of squared loadings ranging from 
5.474 to 8.796. 
Decisions concerning the number of factors to retain were based on three criteria: 
Kaiser’s criterion (i.e., eigenvalues greater than one), Catell’s scree test, and the 
comprehensibility of the factor solution (i.e., the conceptual meaning of the items; Pett, Lackey, 
& Sullivan, 2003). An eigenvalue is the amount of variance accounted for by each factor. Items 
with factor loadings (called pattern coefficients in a PFA) of .32 or greater (Tabachnick & Fidell, 
2001) and communalities above .30 were retained for the final factor scales (Pett et al., 2003). A 
factor loading of .30 or above is considered to be meaningful (Floyd & Widaman, 1995). The 
reliability or internal consistency of each factor scale was determined by computing the coef-
ficient alpha (i.e., Cronbach’s alpha) for the items retained on the scale. Factor scores were 
calculated using the regression method for each leadership factor prior to examining the 
intercorrelations or group differences among them. The factor analysis resulted in one latent 




Figure 1. Scree Plot 
Table 4 and Table 5 present the factor loadings, eigenvalues, and percentages of variance. 
Eigenvalues, which are the variances of the factors, show that the first factor accounts for the 
most variance (Eigenvalue = 12.417, % of variance = 38.803) and the next factor accounts for as 
much of the left over variance as it can (Eigenvalue = 2.736, % of variance = 8.549). However, 
because most of the variance loads on factor 1, we conclude that for pre-service school 










Chapter 5: Discussion 
This chapter includes a discussion of the results and the implications of the results for 
school counselor training and research. The findings for each research question are explained 
within the context of the literature review and a discussion on the strengths and limitations of this 
study is provided. Future research is also explored.  
Campbell (1994) has said that by the year 2020, the majority of school-aged children 
attending public schools will come from diverse cultural backgrounds. Professional school 
counselors, especially those working in the public schools, must be adept at working with 
culturally different clients. ASCA’s Ethical Guidelines (2012) states that professional school 
counselors must be aware of their own attitudes and beliefs that affect cultural values and biases 
and must also be able to understand the diversity of students, their families, and school staff.  
Additionally, professional school counselors must obtain additional education and/or training to 
improve their awareness, knowledge, and skills in working with diverse populations, which 
includes, but is not limited to, ethnic racial status, age, socioeconomic status, ESL, immigration 
status sexual orientation, family type, and appearance (ASCA Ethical Guidelines, 2012). Thusly, 
research is warranted on the extent to which school counseling students are trained to meet their 
ethical obligations. 
The Association for Multicultural Counseling and Development (AMCD) lists the basic 
domains of multicultural counseling competencies as counselor awareness of their own 
assumptions, values and biases, counselor awareness of client’s worldview, and culturally 
appropriate strategies (AMCD, 2003).  Within these domains are the three competency areas:  
attitudes and beliefs, knowledge, and skills.  In her study of multicultural competencies of school 
counselors, Holcomb-McCoy (2001) found that the Multicultural Counseling Competence and 
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Training survey that was revised for professional school counselors measured three competency 
areas of school counselors’ perceived multicultural counseling competence: Multicultural 
Terminology, Multicultural Knowledge, and Multicultural Awareness. Not much research has 
been done on multicultural competencies of school counselors nor school counselor trainees; 
thusly this research was done to help fill this gap. 
Discussion of Research Findings 
What impact does one multicultural training course have on school counseling students’ 
perceived multicultural competency?   
A paired-samples t-test results showed that the overall posttest scores (M = 104.85, SD = 
14.04) were significantly higher than the overall pretest scores (M = 73.88, SD = 14.49). This 
difference suggests that overall, the students perceived themselves to have improved their 
multicultural competence over their enrollment in the cross-cultural counseling course. Previous 
studies include conflicting findings that suggest the effectiveness of a course may be dependent 
on individual factors, such as the quality and approach of each teacher and curriculum, or may 
actually lower perceived multicultural competencies.  
Chang (2002) found that a diversity-related course led to improved racial attitudes and 
views. Students who were close to the completion of the course viewed Black people more 
positively than the students who had just began the course (Chang, 2002). Despite these results, 
Chang (2002) acknowledged the need for additional research regarding the long-term effects and 
sustainability of the improved perceptions. Additionally, Hogan and Mallott (2005) had similar 
findings in which the students demonstrated an overall decrease in prejudice toward African 
Americans following the completion of a course on race and gender issues. However, most of the 
positive change was no longer apparent after a year and a half (Hogan & Mallott, 2005). While 
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these studies support the finding that one multicultural training course can improve multicultural 
competency, they also indicate more research is needed regarding the longevity of the 
improvement.  
In other studies on multicultural competencies, it was found that multicultural courses 
can lower multicultural competencies. For example, Case (2007) found that students who were 
enrolled in a required diversity course expressed increased awareness of White privilege and 
more favorable views toward affirmative action. However, these same students experienced 
more White guilt and maintained a consistent amount of prejudice against Black, Arab, and 
Jewish people throughout the course (Case, 2007). Furthermore, the students’ prejudice against 
Latinos actually increased by the end of the course (Case, 2007). Case (2007) hypothesized that 
this increase in prejudice may have been due to the overall increase of the Hispanic population in 
the area. 
Chao (2012) found that a multicultural training course did not have significant effects on 
increasing multicultural knowledge, thusly concluding that counselors’ multicultural knowledge 
is not significantly enhanced by lower levels of training. Higher levels of training involve 
multiple courses, workshops, and research projects (Chao, 2012). Since this research is based on 
one course, it would likely be considered a lower level of training. Therefore, the findings of the 
first research question do not align with Chao (2012). Both the short- and long-term effects of a 
single diversity course is likely dependent on specific factors, which leads to inconsistent 
findings for different courses. Findings could also be related to students’ wanting to impress the 
counselor, and thusly, answering questions in ways they position them in a positive light. These 
types of responses, called social desirability response bias, may have played a role in how the 
respondents answered the questions. It is likely that the participants would want to respond in 
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socially desirable manner, thus inflating the scores of the scale. Additionally, as school 
counseling interns from CACREP programs are currently enrolled in a multicultural counseling 
class, learning and discussing the items found on the MCCTS-R, it is understandable they feel 
more knowledgeable on multicultural issues after the course than before the course.   
What impact does one multicultural training course have on school counseling students’ 
perceived multicultural competency based on students’ race and gender? 
Asian students self-reported significantly lower multicultural competence than both 
Black and White students. There was no other significant difference for race. Dodson (2013) 
found that White school counselors self-reported themselves to be more multiculturally 
competent than Black school counselors, but this difference was not observed in this study. As 
not much research exists about the multicultural counseling competency of Asian students in 
particular, additional research is needed to determine possible explanations for the low self-
reported multicultural competence of Asian students.  
Significant effects were not found regarding gender differences. The gender of the 
students did not have a significant effect on their pre and posttests. The lack of difference for 
gender may have been partially due to a lack of male representation in the course. Only 19 total 
males completed the survey and only 14 males completed the posttest. The overrepresentation of 
females occurs not only at the student level, but also at the professional level, as 73.3% of school 
counselors are female (Census Bureau ACS PUMS 1-Year Estimate). Just like in this study, 
Barden and Greene (2015) found that gender did not have a statistically significant relationship 
to the self-reported multicultural competence of their graduate counselor education student 
participants, and most of their participants were female as well (80.7%). 
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Does the factor structure for the Multicultural Counseling Competence and Training Survey-
Revised (MCCTS-R) align the same for school counseling students as it did for professional 
school counselors? 
Results from an exploratory factor analysis found one latent variable/factor: knowledge. 
This is an important finding because the original factor analysis of the MCCTS-R is a three 
factor model (Knowledge, Awareness, and Terminology), so the same factors from when the 
instrument was normed on professional school counselors is not present with school counseling 
students. It is possible that for students, being aware and defining terms are components of 
knowledge. This suggests that being able to define terms, being aware of different issues, and 
understanding concepts are all new things that students are learning. Thusly, they are all 
considered knowledge. This finding also supports research question one in that it makes sense 
that students would consider themselves more multiculturally competent on their posttest than 
their pretest because they gain knowledge over the semester that they were enrolled in the 
course.  
The one latent variable is knowledge, which supports the findings of Chao (2012). Chao 
(2012) concluded that even high levels of training are not effective for enhancing counselors’ 
multicultural awareness (Chao, 2012). Awareness did not load as a factor, which suggests that a 
single course is not sufficient for enhancing personal awareness. Chao (2012) explained that 
awareness involves more individual agency and self-reflection. These results indicate that a clear 
demarcation of multicultural awareness, multicultural knowledge, and multicultural terminology 






 The results of this study highlight the need for assessing true multicultural counseling 
competency. Results of this study and others in multicultural competency, indicate that the more 
multicultural classes and workshops taken is a predictor of higher self-perceived multicultural 
competency scores. Although the overall scores were significantly higher, this finding speaks to 
the need for assessments that measure actual multicultural competencies, not just self-reported 
measurements. 
 Constantine and Ladany (2001) asserted that there is a need for accurate multicultural 
counseling competency assessments.  Kitaoka (2005) reviewed the five available measures of 
assessing multicultural competency (The Cross-Cultural Counseling Inventory-Revised; the 
Multicultural Awareness Knowledge Skills Survey; the Multicultural Counseling Inventory; the 
Multicultural School Psychology Counseling Competence Scale; and the Multicultural 
Counseling Knowledge and Awareness Scale) and noted the instruments may not be measuring 
what they were intended to measure. None of these instruments were designed specifically for 
school counselors.  Additionally, Holcomb-McCoy (2004) is only one of a few researchers that 
has developed an instrument designed to assess the multicultural competencies of professional 
school counselors, the MCCTS-R.   
 Another implication lies in the area of more-in depth training for school counseling 
students. School counseling programs should have multicultural courses that reflect the needs of 
those in the programs and should include topics that Holcomb-McCoy (2004) found to be useful 
for school counselors in working with diverse students, such as competence in multicultural 
consultation, and competence in developing school-family-community partnerships. Continued 
multicultural training would also be beneficial to ensure that professional school counselors are 
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providing services that fall into their current level of expertise. Multicultural training helps 
counselors be aware of information that aids in adequately performing educational and 
vocational assessments, evaluating academic progress, conferencing with family and staff, and in 
conceptualizing cases (Atkinson & Juntunen, 1994; Casas & Furlong, 1994; Facundo, Vazquez-
Nuttall, & Walton, 1994), as referenced in Constantine & Yeh (2001).  
Limitations and Future Research 
One major limitation of this research is the small, non-random sample size. The results of 
this study are not generalizable to the larger population as school counselor training and 
professional development may be different in other areas. However, the findings provide 
important insight into the important role of multicultural training on multicultural competency.  
Nonetheless, future research should attempt to generate a much larger sample size in order to 
enhance reliability as well as to increase the generalizability of the results to all school 
counseling students.   
 Additionally, results of the MCCTS-R are not generalizable as the MCCTS-R does not 
control for participants responding in socially desirable manners. In order to ascertain true 
impact, instruments should be used that can truly assess their multicultural competencies. True 
impact may not have been found because of 1) the low variability of the instrument used, and 2) 
the self-report nature of the instrument, which may have led to the students’ desires to appear 
competent rather than reflect the true nature of their knowledge. Furthermore, a key dimension of 
multicultural competency, skill, was not tested. Assessing that untapped dimension might open a 
true link between training and multicultural competency. Holcomb-McCoy (2001) states that 
qualitative research could further explain perceived multicultural counseling competencies of 
professional school counselors as it would allow for a rich description on how school counselors 
47 
 
accomplish what they say they can do and provide insight into how they define multicultural 
competencies. Additionally, research needs to be conducted to determine what factors affect the 
effectiveness of a single diversity course. Future research should also focus on the long-term 
effects of multicultural training courses because short-term change is not sufficient. The current 
study does not explore how long the impact of the cross-cultural course lasts on perceived 
multicultural competency.  
The lack of variability in the testing instrument as well in the responses may play a part 
for the lack of significant results. Although the MCCTS-R has been found to be reliable with a 
Cronbach’s alpha of .94, the lack of variance makes it hard to detect any differences between the 
groups. Before any relationship can be seen, the items must have variance. Additionally, there 
was low variability among the responses from the group, which also hinders the ability to 
correlate the data with other variables.   
Finally, cultural humility should be further explored and analyzed in the context of 
counseling and the training of school counseling students. Hook, Farrell, Davis, DeBlaere, Van 
Tongeren, and Utsey (2016) differentiate between multicultural competence and cultural 
humility by first explaining that multicultural competencies refer to the knowledge and skills that 
help counselors to appropriately work with clients from diverse backgrounds. Cultural humility 
diverts from this focus on the acquisition of knowledge and demands an authentic, internal, and 
personal openness to different aspects of cultural identity (Hook et al., 2016). In the health field, 
cultural humility has been emphasized over multicultural competency in physician training 
(Foronda, Baptiste, Reinholdt, & Ousman, 2016). Whereas multicultural competency suggests 
the achievement of a level of expertise that no longer requires additional learning, cultural 
48 
 
humility is “way of being” that demands a lifelong commitment to self-reflection and evaluation 
(Foronda et al., 2016, p. 214).  
Additional research is needed to identify the practical implications of the emphasis on 
cultural humility more so than cultural/multicultural competence. The cultural competency 
framework is most often criticized for (a) prioritizing comfortability with people who are 
considered “others” and equating that comfort to self-awareness; (b) using the term “culture” to 
represent non-white racial identity and ignoring other disparities that exist related to other 
aspects of identity (e.g. gender, sexual orientation, etc.); (c) emphasizing the attainment of 
knowledge and reaching competence in understanding other cultures; and (d) the lack of an 
action plan for transformative social justice that directly addresses inequalities (Fisher-Borne, 
2015). Furthermore, the cultural/multicultural competency framework fails to account for the 
intersections of identities and inaccurately frames culture as something that is fixed, rather than a 
construct that often shifts over time (Fisher-Borne, 2015).  
Cultural humility offers a response to the criticisms of cultural competence by 
emphasizing knowledge of self, accounting for the dynamics within culture, and challenging 
both individual and institutional forms of injustice (Fisher-Borne, 2015). Cultural humility 
promotes the recognition and awareness of the structural forces that create and contribute to 
health and social disparities (Fisher-Borne, 2015). Additionally, the fluidity of culture is 
addressed within cultural humility’s demand for a continuous, life-long process of self-
evaluation and reflection of societal and organizational structures (Fisher-Borne, 2015). Future 
training of school counseling students should include cultural humility in course content and as a 
general guiding principle for the profession. The life-long nature of cultural humility supports a 
long-term model of training in which counseling professionals continue to receive coaching and 
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are expected to regularly evaluate their biases, habits, and counseling practice. In order to change 
the current model of training in which one diversity course is required, the practical steps for 
implementing cultural humility courses and reframing the model of training as a whole need to 
be identified through additional research.   
Summary 
“Multiculturalism represents the single most important test of the counseling profession’s 
moral character, pragmatic viability, and professional relevance as we approach the 21st century” 
(D’Andrea & Daniels, 1995, p. 18).  Multiculturalism is the crucial element that runs through all 
three areas as the one major goal of each is to have multicultural counseling competency. As the 
demographics of youth within the U.S. continues to diversify, multicultural counseling 
competency is more critical than ever before (Holcomb-McCoy 2004; 2005; Martinez, Dye, & 
Gonzalez, 2017). Diversity courses aimed at promoting multicultural awareness have the 
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Demographics of Participants 
  n % 
Gender    
 Male 19 12.7% 
 Female 131 87.3% 
 Total 150 100% 
Race Black 22 14.7% 
 White 116 77.3% 
 Latino 4 2.7% 
 Asian 8 5.3% 
 Total 150 100% 
 
















 M SD M SD 
Overall  73.88* 14.49  104.85*  14.04  
Males 73.58 13.05 103.86 11.81 
Females 73.92 14.74 104.99 14.36 
Black 76.19 13.52 108.38 14.21 
White 72.18 13.90 104.91 12.72 
Latino 93.00 25.63 105.50 25.09 
Asian 73.88 11.33 94.17* 22.39 
     










Analysis of Variance Results for Main Effects and Interaction Effects of MCCTS-R Posttest on 
Race and Gender  
Variable df MS F p η
2   
Main effect of gender 1 397.43 .91 .34 .01   
Main effect of race 3 1459.19 3.36 .02 .09   
Gender x Race 2 673.45 1.55 .22 .03   














Table 4  
Summary of Exploratory Factor Analysis Results for Multicultural Competence Measure Using 
Maximum Likelihood Estimation (N = 145) 
 Factor Loadings 
Item Knowledge Terminology 
10. I can define prejudice.  .898 .844 
11. I can define discrimination.  .860 .780 
9. I can define racism.  .815 .759 
17. I can articulate the possible difference 
between the nonverbal behavior of the five major 
ethnic groups (i.e., African/Black, 
Hispanic/Latino, Asian, Native American, 
European/White.) 
.773 .395 
18. I can articulate the possible differences 
between the verbal behavior of the five major 
ethnic groups. 
.768 .429 





12. I can define stereotype.  .717 .622 
22. I can discuss how culture affects the help-
seeking behaviors of students. 
.702 .546 
28. I can list at least three barriers that prevent 
ethnic minority students from using counseling 
services. 
.689 .585 
25. I can explain how factors such as poverty and 
powerlessness have influenced the current 
conditions of at least two ethnic groups. 
.674 .574 
27. I can discuss how the counseling process 
may conflict with the cultural values of at least 
two ethnic groups. 
.662 .537  
32. I can help students determine whether a 
problem stems from racism or biases in others. 
.640 .544 
20. I can discuss within-group differences among 
ethnic groups (e.g., low SES Puerto Rican 
student vs high SES Puerto Rican student). 
.626  .461 





23. I can discuss how culture affects the 
manifestations of psychological disorders. 
.618 .462 
16. I can give examples of how stereotypical 
beliefs about culturally different persons impact 
the counseling relationship. 
.602 .479 
19. I can discuss the counseling implications for 
at least two models of racial/ethnic identity 
development. 
.601 .387 
13. I can identify the cultural bases of my 
communication style. 
.595 .490 
3. I am able to discuss how my culture has 
influenced the way I think. 
.590 .317 
24. I can describe the degree to which a 
counseling approach is appropriate for a specific 
group of people. 
.589 .406 
31. I can anticipate when my helping style is 
inappropriate for a culturally different student. 
.585 .402 
2. I am aware of how my cultural background 
and experiences have influenced my attitudes 




8. I can discuss models of white Racial Identity 
Development. 
.552 .150 
14. I can identify my negative and positive 
emotional reactions toward persons of other 
racial and ethnic groups. 
.547 .370 
15. I can identify my reactions that are based on 
stereotypical beliefs about different ethnic 
groups. 
.545 .384 
26. I can discuss research regarding mental 
health issues among culturally/ethnically 
different populations. 
.534 .341 
1. I can discuss my own ethnic/cultural heritage.  .520 .286 
4. I can recognize when my attitudes, beliefs, and 
values are interfering with providing the best 
services to my students. 
.479 .232 
6. I nonverbally communicate my acceptance of 
culturally different students. 
.474 .287 
5. I verbally communicate my acceptance of 




29. I can discuss the potential bias of two 
assessment instruments frequently used in the 
schools. 
.437 .227 
7. I can discuss my family’s perspective 
regarding acceptable and non-acceptable codes-
of-conduct. 
.432 .150 
















   
   
   
   
APPENDIX E 
Table 5  
Eigenvalues, Percentages of Variance, and Cumulative Percentages for Factors of the 32-item 
MCCTS-R 
Factor Eigenvalue % of variance Cumulative % 
1 12.42 38.80 38.80 
2 2.74 8.55 47.35 
 
